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CHAPTER 1
INTRODUCTION
In his 1990 book A Letter to Teachers, Vito Perrone points out that 
the average high school graduate in 1990 completed approximately 
nineteen standardized tests in his or her school career; in contrast, in
1950 the average graduate had taken only three standardized tests 
(Andersen, 1993). What are standardized tests and what do they seek to 
measure? Standardized tests are norm-referenced tests; they are tests in 
which the performance of sample populations has been established and
serves as a basis for comparison (Ornstein, 1993). They are tests that are
constructed by experts who use statistical, technical, and research 
knowledge, and they are usually high in reliability and validity. The 
content of standardized tests is common to a majority of American 
schools, but local curriculum may not always be reflected in standardized 
assessments (Gage & Berliner, 1984). The goal of such tests, according to 
the administrators' manual for the Iowa Tests of Basic Skills, is to 
"improve instruction by providing dependable information on strengths and 
weaknesses which can be used to individualize instruction" (Whitehead &
Santee, 1994, p. 322).
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The goal of teachers' evaluations, or grades, is similar to that of 
standardized tests. The assignment of grades by teachers helps provide an 
assessment of a student's strengths and weaknesses that can be used to 
make immediate and long-term learning plans (Mehring, Parks, Walter &
Banikowski, 1991). Unlike standardized test scores, teachers determine
grades from multiple sources, which may include activities, class 
participation, daily grades, and unit tests (Nottingham, 1988), as well as
assessment of effort, unrecorded observations of the student's attitudes
and work habits, or judgments about the adequacy of the child's problem­
solving skills (Allal, 1988). These grades may reflect the acquisition of 
skills that the local school system defines as valuable, but they may also 
reflect factors unrelated to student achievement, such as behavior, the
student's reputation, and the teacher's predjudices. These unrelated 
factors can lead to biased student evaluations (Leiter & Brown, 1985).
Even with these few limitations, teacher evaluations of students can be a
benefit to instruction and learning because it helps teachers "pinpoint not 
only what a given students knows, but how that student learns best" (Neill 
& Medina, 1989, p. 695).
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There are obvious benefits to both types of student evaluation, but 
is there a relationship between the results of standardized testing and
classroom evaluation?
Problem Statement
There has been much debate in recent years about the utility of 
standardized tests. According to Whitehead and Santee (1994), "the link 
between test results and classroom instruction is weak" (p. 320). The 
results of test scores are often filed away, or, when used, are primarily 
used for making comparisons of student performance from year to year. 
Teachers are often told that parents expect these tests to be given and are 
interested in the results. However, in a study conducted by Shepard and 
Bliem (1995) the researchers found that "parents considered report cards, 
hearing from the teacher, and seeing graded samples of student work to be 
much more useful in learning about their child's progress than 
standardized tests" (p. 31). This has been the researcher's experience, too.
Parents are confused by the norm-referenced test scores and see the 
teacher's grades as more understandable.
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Andersen (1993) asserts that during the time that standardized
tests are taken, many children pay a price in lost learning time and 
fractured self-esteem if they see themselves as unsuccessful. She also 
believes that children should not be needlessly compared to each other,
because they all operate at different developmental levels throughout the 
year. Standardized tests do not reflect children's varying levels of 
development, but teachers' grades can.
Another point of consideration is that standardized tests have
objectives that are common in many classes, but not necessarily to the
teacher's specific class. Teacher-made tests and worksheets allow
teachers to "evaluate students against the objectives of [their] own 
teaching and [the students'] learning" (Gage & Berliner, 1984, p. 702). 
Standardized tests may test for what has not been taught in the teacher's 
school or classroom, but a test or worksheet made by the teacher can.
Thus, in the classroom, the students are evaluated on what has been
learned, and this is a fairer assessment of student achievement.
Gage and Berliner (1984) argue that "any one source of information 
[such as the Iowa Tests of Basic Skills] about a student is likely to
provide a less valid estimate of his or her achievement than some
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combination of the various ways to collect information" (p. 738). 
Therefore, the combination of reporting both standardized test results and
classroom grades should provide more information and a fuller
assessment of the student's achievement. The relationship between
classroom grades and scores on Iowa Tests of Basic Skills is important in 
terms of determining how valid a source of information the Iowa Tests of 
Basic Skills are about student progress.
Purpose for the Study
This study will ascertain if there is a relationship between second 
graders' scores on the Iowa Tests of Basic Skills given in October and the 
classroom grades given during that same time period. Using the following
data:
1. What are second graders' scores on the Iowa Tests of Basic
Skills in the following areas:
A. Reading
B. Mathematics Problem Solving
C. Mathematics Computation
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2. What are second graders' classroom grades in the following areas:
A. Reading
B. Mathematics Problem Solving
C. Mathematics Computation,
this study will investigate the following question:
3. Is there a relationship between second graders' scores on the 
Iowa Tests of Basic Skills and the classroom grades in the following
areas:
A. Reading
B. Mathematics Problem Solving
C. Mathematics Computation
Hypothesis
The specific hypothesis to be tested in this study is: There is no
relationship between students' test scores on the Iowa Tests of Basic
Skills and their grades.
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Assum ptions
The researcher is making several assumptions about standardized 
testing and grading. It is presumed that most school districts collect
standardized test information about their students and that standardized
tests are being administered in an appropriate manner. The researcher is 
also assuming that teachers grade their students fairly and objectively 
and follow some type of systematic procedure for acquiring and assigning
grades.
L im ita t io n s
The limitations of this study include the differences of the children,
the subjective nature of teacher grading, and generalizability. During 
testing and on a day to day basis in the classroom, the children bring with 
them their own experiences, cultures, and personal problems. These
differences can affect the way children take a test (standardized or 
teacher-made) and the way they function in the classroom.
The second limitation is the subjectivity of teacher grading. Many
factors interplay to form a grade, and some bias enters into this process.
Grading is, in essence, a subjective process.
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The findings from this research can only be generalized to the
second grade class studied. The results are applicable only to the sample 
studied as part of this investigation.
D e f in it io n s
Classroom qrades/teacher's grades are based on tests and other
kinds of observations. They are used to help identify strengths and
weaknesses in students (Gage & Berliner, 1984). More specifically: "The 
grade is derived from the teacher's analysis of each student's achievement
pattern, with primary attention to the criterion measures of the course.
The learning progress of the student, an inconsistent result or deviation
from the dominant pattern, and other notable aspects of a student's 
performance are also considered in assigning grades" (Madgic, 1988, p. 
34).
Iowa Test of Basic Skills (I.T.B.S.) is "a standardized achievement
test used to measure a student's present achievement in basic academic
skills" (Ellis, 1995, p. 4).
Mathematics Computation test from the I.T.B.S. is made up of two
parts. The first part consists of addition and subtraction problems read
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aloud by the teacher. Scratch paper may be used as an aide in computation. 
The second part also involves addition and subtraction problems, but is 
timed by the teacher (Hoover, Hieronymus, Frisbie, & Dunbar, 1993). 
Mathematics Problem Solving test from the I.T.B.S. is made up of
two parts. Both are presented orally. In the first part, students are given 
word problems to solve. The second part of the test involves "the 
interpretation of data presented in graphs or tables. The questions 
require students to locate data, compare amounts, and develop 
generalizations" (Hoover, Hieronymus, Frisbie, & Dunbar, 1993, p. 5).
Norm groups are a specified group of test takers; the results of their
tests are calculated and summarized, then used as comparison for others
taking the test.
Reading test from the I.T.B.S. is made up of three parts. "The first 
part of the test requires students to use both print and context clues to 
deduce the meaning of unfamiliar words. The second part presents 
pictures that tell a story. Students must complete sentences about the 
pictures by choosing a word to fill in a blank. Finally, written stories 
followed by multiple-choice questions are presented. The questions
associated with both the picture stories and written stories often require
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more than literal comprehension. A number of the questions ask the
students to make inferences or to generalize about what they have read" 
(Hoover, Hieronymus, Frisbie, & Dunbar, 1993, p. 4).
S tandard ized  Ach ievem ent Tests measure levels of student
achievement based on the scores of a representative, national average for 
the grade and ages in which it is given (Ellis, 1995).
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CHAPTER 2
REVIEW OF RELATED LITERATURE
Although there is a wealth of literature for and against both 
standardized testing and classroom grades, no studies about a relationship
between the two were found. Therefore, this review of related literature
will focus on what the literature says about standardized testing and 
classroom grades.
Standardized Testing
More than 100 million standardized tests are administered in
America’s public schools each year (Weaver, 1995). As such, there is
substantial literature devoted to this topic, with advocates arguing both 
for and against this type of student evaluation. Standardized tests are 
used to give educators a measure with which to judge the skills and 
abilities of their students against the norm group. They help teachers and 
administrators "evaluate the school system, a school program, or a
particular student" (Bagin and Rudner, 1995, p. 1). Standardized tests are 
made up of "empirically selected items; have definite instructions for use, 
data on reliability, and validity; and are norm- or criterion-referenced" 
(NAEYC Position Statement, 1988, p. 43). Norm-referenced tests, such as
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the Iowa Tests of Basic Skills, allow the student's performance to be 
compared to the performance of other students in a "normed" group.
Criterion-referenced tests compare how well students are doing in 
relation to a specific, pre-determined performance level (Bond, 1996; 
NAEYC Position Statement, 1988). They permit educators to learn how
well the students have mastered the skills and acquired the knowledge
required (Bond, 1996).
According to Goodwin and Driscoll (1982), positive qualities of 
standardized tests include the fact that they provide:
*A "systematic procedure for describing behaviors, whether in 
terms of numbers or categories" (pp. 59-60).
*Specific procedures for scoring and administering tests.
*Test items that are determined not from theory, but from
experience.
*An established format and set of materials.
*A requirement that test takers complete the same tasks and
respond in the same way.
*Tables of norms that allow the scores of test takers to be
compared.
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Sanders and Horn (1995) assert that standardized tests present 
educators with "viable, inexpensive, reliable, and valid indicators of 
student learning. . .the data are readily available, [and] standardization 
makes it possible to generalize and to draw conclusions about the data and 
their implications" (p. 13). Hills (1992) states that "the primary 
strengths of standardized tests, if they are properly designed and properly 
used, are that they can eliminate biases in assessment of individual 
children and that they provide data that can be aggregated, permitting 
comparisons of groups to a standard" (emphasis in original) (p. 49).
With the recent push for alternative forms of assessment, 
standardized tests have received a great deal of negative publicity. Some 
of the concerns regarding standardized tests, as stated by Weaver (1995),
include:
*Standardized tests cause students, teachers, and schools to be rank
ordered, which guarantees that some will be labled as successes,
others as failures.
*Standardized tests give a "false impression" of objectivity; 
however, the only objective part is the scoring, which is completed 
by a machine. The decisions about what to test are subjective.
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*Standardized tests are biased in favor of white middle-class males
living in metropolitan areas; the test scores of racial and ethnic
minorities, as well as children from low-income families, are 
negatively biased. According to Neill and Medina (1989), "scores on
these tests are as much measures of race or ethnicity and income as
they are measures of achievement, ability, or skill" ( p. 691).
*Standardized test results put a focus on what students "do not
know and cannot do, in situations unlike daily life" (p. 2).
Research was especially critical about using standardized tests
with young children (ages 3 to 8). Perrone (1991) cautioned against their 
use for many reasons. He feels that self-esteem can be lowered due to
testing; the tests might not relate to what has been taught; the multiple-
choice format can be confusing; and the speed of completing problems is 
stressed over problem solving. Also, young children are often taught to
help one another and work cooperatively with their peers, but they are
suddenly told that this is forbidden during the test. Indeed, Powell and 
Sigel (1991) note that "young children are not good candidates for taking 
traditional tests. The reliability and validity of test results are greatly
14
compromised by the child's rapid changes in development, fluctuations in 
the intensity and focus of interests, and the unfamiliarity of the 
assessment situation" (p. 194).
The National Association for the Education of Young Children (NAEYC) 
proposes in its literature the negative impact of standardized tests on 
children ages 3 through 8. In fact, in 1987, NAEYC issued a position 
statement on standardized testing. While not totally against the use of 
standardized tests, the NAEYC issued cautions and guidelines for 
educators making decisions about the early testing of children. NAEYC 
believes that "the purpose of testing must be to improve services for
children and ensure that children benefit from their educational
experiences" (p. 44). They strongly suggest that standardized tests should 
only be one of many forms of assessment, especially when making
decisions about a child's future education.
Classroom Grades
One of the most pervasive features of education in the United States
is assigning grades to students (Burton, 1983). It is also one of the most 
important responsibilities given to a teacher. Grading is "the process of
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judging the quality of a pupil's performance. . .the process by which scores 
and descriptive information are turned into marks or letters, into grades 
that denote how well each pupil has learned" (emphasis in original) 
(Airasian, 1991, p. 307). Students' grades become a part of their public 
and permanent school records and represent their performance in all 
subject areas (Airasian, 1991). They are used by teachers, parents,
administrators, coaches, prospective employers, and college admissions 
offices to make important decisions about a student (Wendel & Anderson,
1994).
Grades are often compiled from many different areas. They can be
"measures of student achievement, learning growth, cooperation, effort,
behavior, attendance, attitude, a combination of those factors, or
whatever the person issuing the grade or mark decides that it should be" 
(Wendel & Anderson, 1994, p. 80). Grading is a subjective, judgmental 
process, one that probably would not be considered reliable by
measurement specialists. In a study of teachers about their grading 
practices, Cizek (1995) found that in calculating final grades, teachers
will combine formal and informal measures of achievement, informal
measures of non-achievement factors, and the "kitchen sink" (p. 22). Cizek
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also found that teachers' assessment practices are generally structured to 
result in higher grades for their students, which might explain the use of 
so many factors when assigning grades.
While there are positive and negative aspects of both standardized 
testing and assigning classroom grades, "teaching and testing are not 
separate entities. . .[testing] remains an integral part of teaching" 
(Rudman, 1989, p.1). It appears that no one source of data-a standardized 
test, textbook test, or teacher-made test--is sufficient to assess what a
student knows about the content. To aid in the assessment process,
Rudman calls for "a triangulation of several kinds of data drawn from 
various types of tests" (p. 1). Given such triangulation, standardized tests 
emerge as one of many forms of evaluation.
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CHAPTER 3
METHODOLOGY
Population and Sample
The subjects in this study are an intact group of twenty-eight
second graders at a suburban parochial school. This group of children is 
heterogeneously grouped and has the same teacher for all core subjects.
Design
The design for this study is descriptive research. Each student's 
test scores and classroom grades for the same time period were gathered 
and analyzed using the Pearson product-moment correlation coefficient.
Data and Instrumentation
The instruments for collecting data are the Iowa Tests of Basic 
Skills and the teacher's grades. All of the students in the study took the 
Iowa Tests of Basic Skills in October of their second grade year. The 
students were given test Level 7, Form K.
The reliability of the Iowa Tests of Basic Skills varies from test to
test and grade to grade. Ellis (1995) observes that "estimates of internal
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consistency reliability coefficients range from .68 to .92 for the 
individual test scores with a composite score reliability of .97" (p. 12).
Ellis (1995) argues that the content validity
specifications [of the Iowa Tests of Basic Skills] are based upon 
over fifty years of continuous research in curriculum, measurement 
procedure, and interpretation and use of test results. The 190 skills 
objectives represented in the test were determined through 
systematic consideration of courses of study, statements of 
authorities in method, and recommendations of national curriculum 
groups. The item selections process involved a combination of 
empirical and judgmental procedures, including evaluation by 
representative professionals from diverse cultural groups. ( p. 12)
The three content areas to be used from the Iowa Tests of Basic
Skills are Reading, Mathematics Problem Solving, and Mathematics 
Computation. All of these are described in the list of definitions in 
Chapter 1. The scores used to compute the correlation coefficient are
based on a 0-100% scale.
The instrumentation for collecting the teacher's grades is mainly
teacher-made worksheets, teacher-made tests, and textbook worksheets
and tests. The scores were compiled in a gradebook and were averaged for 
the report card. Only scores from the first quarter will be used, as this is 
the time period during which the Iowa Tests of Basic Skills are taken by
the students. These scores are also based on a 0-100% scale.
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The scores used to compute the reading grade are an average of 
phonics pages, teacher-made comprehension pages, and textbook 
vocabulary sheets. Percentages are computed for each worksheet, are 
entered into the gradebook, and, at the end of the quarter, each area 
(phonics, comprehension, and vocabulary) is averaged. These three 
numbers are then averaged together for an overall reading score. The 
types of skills measured in all three reading areas are comparable to
those measured in the Iowa Tests of Basic Skills Reading test.
For classroom math problem solving scores, the researcher will use 
the scores on worksheets from the textbook series. The percentages are
entered into the gradebook for each worksheet completed and all are 
averaged together for the mathematics problem solving grade.
Because the Mathematics Computation section of the Iowa Tests of
Basic Skills is timed, the scores from the students' timed tests will be
used. These are a series of 100 addition and subtraction problems given in
a set amount of time. Each problem is worth one point and the
percentages of these scores will be averaged together for comparison
with the students' scores on the Mathematics Computation section.
No content validity or reliability data are available for teacher's
grades.
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In May 1997, a permission slip was sent home with each child in the 
class asking for permission to use the child's Iowa Tests of Basic Skills 
scores and their classroom grades. A copy of the permission slip is 
included in Appendix A. Once permission was given, the score sheets for
the Iowa Tests of Basic Skills were removed from the school office and
photocopied for study. The teacher's gradebook and copies of student 
report cards were used to study classroom grades.
Data Analysis
Descriptive statistics will be used to summarize the data pertaining
to the students' scores on the Iowa Tests of Basic Skills and their
classroom grades. In addition, the Pearson product-moment correlation
coefficient will be used to describe the relationship between the scores
on the Iowa Tests of Basic Skills and the classroom grades.
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CHAPTER 4
RESULTS
This study focused on whether a relationship exists between
childrens' scores on the Iowa Tests of Basic Skills and their classroom
grades in three areas: reading, mathematics problem solving, and 
mathematics computation. The statistical analysis was conducted with a 
Pearson product-moment correlation coefficient using the Mystat 
computer program (Hale, 1993).
Table 1 presents results of the Pearson product-moment correlation 
coefficient for reading. The r required for significance at the .05 level is
.374 and the obtained r value was .827. Since .827 > .374, it was
concluded that there is a significant relationship between second graders' 
scores on the Iowa Tests of Basic Skills and their classroom grades in
reading. The data used in this analysis are in Appendix B.
TABLE 1
ITBS READING SCORES-READING GRADES
r= .827 26 df significant at .05 level
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Table 2 presents results of the Pearson product-moment correlation 
coeffecient for mathematics problem solving. The r required for 
significance at the .05 level is .374 and the obtained r value was .714. 
Since .714 > .374, a significant relationship between second graders'
scores on the Iowa Tests of Basic Skills and their classroom grades in 
mathematics problem solving has been demonstrated. The data used in 
this analysis are in Appendix C.
TABLE 2
ITBS MATH PROBLEM SOLVING SCORES-MATH PROBLEM SOLVING GRADES
r=  .714 26 df significant at .05 level
Table 3 presents results of the Pearson product-moment correlation
coefficient for mathematics computation. The r required for significance
at the .05 level is .374 and the obtained r value was .550. Clearly .550 
exceeds .317. Therefore, it was concluded that there is a significant
relationship between second graders' scores on the Iowa Tests of Basic
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Skills and the classroom grades in mathematics computation. The data 
used in this analysis can be found in Appendix D.
TABLE 3
ITBS MATH COMPUTATION SCORES-MATH COMPUTATION GRADES
r= .714 26 df significant at .05 level
An examination of the three correlation coefficients reveals that
there is a very strong, significant relationship between standardized test 
scores and classroom grades. Whether testing students in a standardized 
manner or using teacher-made tests and worksheets, the final results are 
valid. Using the above statistics, it can be concluded that both types of 
assessment provide meaningful information about a students' progress in
a particular subject area.
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CHAPTER 5
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
Problem Statement
Standardized testing is prevalent in schools across America. The 
goal of using such tests is to improve instruction by providing information 
about student progress. Classroom grades have much the same objective- 
to determine how well a student is achieving in a given subject area. 
Using the following data:
1. What are second graders' scores on the Iowa Tests of Basic Skills 
in the following areas:
A. Reading
B. Mathematics Problem Solving
C. Mathematics Computation
2. What are second graders' classroom grades in the following areas:
A. Reading
B. Mathematics Problem Solving
C. Mathematics Computation,
this study investigated the following question:
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3. Is there a relationship between second graders' scores on the
Iowa Tests of Basic Skills and the classroom grades in the following
areas:
A. Reading
B. Mathematics Problem Solving
C. Mathematics Computation
Procedure
The subjects in this study were twenty-eight second grade students. 
The class was heterogeneously grouped and had the same teacher for all 
core courses. The sample was derived by sending home permission slips 
and requesting the use of the students' scores on the Iowa Tests of Basic 
Skills that were given in October of the students' second grade year.
Permission was also asked for the use of the students' classroom grades 
in reading and math for the same time period.
The instruments for study included the test results for the Iowa 
Tests of Basic Skills and the teacher's gradebook. Three parts of each 
were used: reading, mathematics problem solving, and mathematics
computation.
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Summary of Findings
In all three areas—reading comprehension, mathematics problem 
solving, and mathematics computation--an overwhelmingly significant 
relationship existed between the scores on the Iowa Tests of Basic Skills
and classroom grades.
Conc lu s ions
When comparing scores on the Iowa Tests of Basic Skills and 
classroom grades, a strong, significant relationship was found. There is 
clearly a relationship between the two variables. Thus, it appears that
both are valid sources of information about a child's achievement. It
might seem as though one form of assessment would not be considered 
more important than the other; however, an assessment that focuses the
teacher's attention specifically on a student's performance is likely to be 
more valid than one that emerges out of a standardized process (Wiggins,
1993). It is recommended that a combination of standardized test scores
and classroom grades be used when making decisions about a child's future
education.
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Recommendations for Future Research
The results of the study suggest further investigation into the 
relationship between classroom grades and standardized test scores. The 
study might be replicated using other grade levels to determine if the 
results are similar. Also, the study might be completed using other forms 
of standardized tests, not just the Iowa Tests of Basic Skills. Finally, 
with the recent attention given to alternative forms of classroom
assessment, research might be completed to test whether there is any
relationship between standardized test scores and the results of different
types of classroom assessment.
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APPENDIX A
May 16, 1997
Dear Parents,
As you may already know, I am working on my Master's Degree in 
Elementary Education at the University of Dayton. My goal is to graduate 
in the summer of 1998. My final project is underway. It is a study 
determining if there is a relationship between your children's scores on 
the Iowa Tests of Basic Skills and their classroom grades.
In order to continue my study, I need permission to use your child's 
Iowa scores and grades from this school year. All scores/grades will 
be kept confidential.
Please sign and return the bottom portion of this letter and return it 
to school as soon as possible. Thank you for your help and support.
Sincerely,
Anne M. Futrell
I give Anne Futrell permission to use my child's scores on the Iowa Tests 
of Basic Skills and grades from the 1996-1997 school year for use in her 
final project at the University of Dayton. I understand that my child's 
name will not be used in the report.
parent's signature date
child's name
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APPENDIX B
READ!NG
STUDENT fTBS SCORES CLASS GRADES
1 81 93
2 93 97
3 59 89
4 85 92
5 95 95
6 93 98
7 92 96
8 89 93
9 79 90
10 86 95
11 89 98
12 74 94
13 65 88
14 92 97
15 93 95
16 88 96
17 88 95
18 96 99
19 80 91
20 84 96
21 86 95
22 98 95
23 98 99
24 67 89
25 82 97
26 93 97
27 79 95
28 99 100
MEAN 86 95
n=28 r=.827 df=26
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APPENDIX C
MATH PROBLEM SOLVING
STUDENT rTBS SCORES CLASS GRADES
1 96 98
2 85 97
3 96 96
4 56 95
5 89 97
6 96 98
7 89 93
8 78 92
9 67 95
10 93 97
11 85 97
12 74 96
13 30 89
14 93 98
15 81 96
16 70 95
17 81 94
18 96 97
19 59 91
20 70 98
21 89 93
22 93 97
23 96 99
24 85 94
25 100 99
26 100 98
27 81 93
28 100 98
MEAN 83 96
n=28 r=.714 df-26
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APPENDIX D
MATH COMPUTATION
STUDENT rres scores CLASS GRADES
1 78 90
2 59 96
3 74 98
4 52 88
5 100 99
6 96 100
7 85 82
8 93 95
9 63 87
10 81 99
11 78 99
12 70 97
13 56 72
14 85 99
15 78 97
16 59 90
17 81 89
18 63 94
19 78 83
20 63 84
21 93 93
22 85 97
23 96 100
24 78 97
25 81 98
26 100 99
27 81 98
28 93 100
MEAN 79 94
n=28 r=.550 df=26
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